of nineteenth-century modernity, also aspired to become the emissaries of its civilizing mission in the remote Ottoman province of Palestine in the years preceding World War I. The school headed by Haion was influenced by the message of modernization, but this was not its only agenda. While striving to achieve this goal, the school was also involved in creating the Hebrew (Zionist) culture of Eretz Israel.
Aside from the school in Petach Tikva, other educational institutions operated in the moshavot of the First Aliyah, which were also supported by Baron Rothschild, and later on by the JCA. The aim of this article is to examine the relationship between Jewish philanthropy in Ottoman Palestine-philanthropy based on the principle of ''kol Yisrael arevim ze laze'' (all Jews are responsible for one another), and the Zionist process of building the nation, specifically by means of the education system. The decision to focus on schools is based on the assumption that education is a type of lens through which historic processes that take place in a certain society at a given time may be examined. Herbert Kliebard argues that curriculum is produced by various groups in a society at a particular moment in time and includes values, beliefs, and knowledge. The knowledge selected for inclusion in the curriculum is the outcome of negotiations between various circles in that society. Thus, examining the knowledge being imparted during a specific era allows us to expand the angle of vision from which we analyze cultural and political processes. 3 Among the priorities espoused by Baron Rothschild's administrators, the importance of education was not championed uniformly, although it was always a matter of concern. This can be seen, for example, in the decision-made by the head administrator, Eliyahu Scheid (1883-99)-to set up educational facilities even before the farmers settled on the land allotted to them, as in the case of the moshavah, Zichron Yaakov: ''At the same time, I arranged a classroom for the families living in the city so that their children would not be running around in the streets until construction of the moshavah was completed. '' 4 This illustrates the adoption of the norm of mass education, that is, that as part of their civil rights, all children are entitled to a minimum level of education and a minimum number of years of schooling. The application of this norm can be seen in the implementation of public education by the state. 5 In addition, public education was increasingly recognized as a means of forging a common national identity. 6 In the 1880s, as a result of the combination of these two factors, together with the expanding processes of modernization, children in the United States, Australia, and much of Europe participated in a basic education system in the framework of compulsory education laws. In general, compulsory education ranged from four to eight years of study, and children began attending school at the age of six or seven. 7 In Ottoman Palestine, there was almost no educational system to speak of; therefore, Jewish education in those years had to rely almost entirely on the resources of European Jewish philanthropic organizations.
The present study focuses on educational institutions whose funding was part of the overall support for the community in which they were located, that is, community support-the type of assistance that characterized Baron Rothschild's moshavot and, afterward, those backed by the JCA. When funding for education is philanthropic and communal, questions can be raised about issues such as the funders' involvement in the curriculum, their connection with external educational and cultural organizations, and the manner in which this connection affected the schools in question.
The time frame under discussion begins with the establishment of the school in Zichron Yaakov in 1883 and ends with the First World War, which had a damaging effect on the Hebrew education system, as it did in other areas. The study is based on archival sources, personal diaries, and memoirs written by teachers, as well as daily newspapers and the organ of the Hebrew educators, the periodical Hahinuch.
The period in question has been researched, and studies have examined the historic development of schools and their role in shaping Hebrew, Eretz-Yisraeli (native to the land of Israel) identity. 8 Schools were also mentioned in historic research that studied the First and Second Aliyah. The unique aspect of the present study is its focus on the role of philanthropy in Hebrew education and the discourse between the worldview, which motivated that philanthropy and the other worldviews that had an impact on the development of schools in Ottoman Palestine.
JEWISH EDUCATIONAL PHILANTHROPY
Philanthropic support for education has been expressed in different ways throughout Jewish history, from charitable donations for Talmud Torah schools to funding and assisting yeshiva students. 9 With the spread of the Haskalah (Jewish Enlightenment) movement, Jewish philanthropy embraced the ideas of educational reform known as philanthropin, which had developed among a group of German educators. At the core of this reform was a pedagogical outlook influenced by the principles of Jean-Jacques Rousseau. The philanthropin group saw education as the interaction between the child and its environment, which is systematically adapted to the conditions of the child's development. 10 Their schools gained broad recognition and the Haskalah movement sought to duplicate them in Berlin and other German cities. 11 One of the important attempts in this area was the founding of the Hevrat Hinuch Na'arim schools by two wealthy families. These institutions were intended to serve poor children whose parents could not provide them with traditional education and no tuition was charged, which is why they were called Freischule. The curriculum included basic subjects alongside vocational training, with the aim of enabling graduates to enter the workforce and become useful citizens, in keeping with the terminology of enlightenment. 12 Support for educational institutions by wealthy members of the community was part of a widespread trend that considered philanthropy an expression of the social responsibility of the well-to-do. This responsibility articulated the bourgeois value of preserving the existing, desired order, which included discipline and the observance of religious laws, thriftiness, hygiene, orderliness, and productivity, as shown in the work of the educational historian Christine Mayer. 13 The term used to define this perception of philanthropy, which views education as a means of delivering the poor from the circumstances of poverty and instability, is defined as ''educating the poor.'' In the nineteenth century, this approach became more and more well established in Victorian England and among the economic elite of postrevolutionary France.
14 These values blended with the ides of ''the civilizing mission,'' a value that also developed in the nineteenth century and characterized numerous educational undertakings in the colonies of the European countries, French colonies in particular.
This attitude toward philanthropy was adopted by Jewish philanthropists and organizations, especially in France. 15 One of the particularly active organizations was the Alliance Israelite Universelle (Alliance). Founded in the aftermath of the Damascus affair, it set up an extensive educational network in the countries of the Mediterranean Basin. The Rothschild Family and Baron Hirsch were also active in this area and contributed to Alliance as well. In England, the English branch of the Rothschild family and Sir Moses Montefiore were also involved. 16 Ottoman Palestine was one of the objects of educational philanthropy as well. In Jerusalem, educational institutions were set up for boys and girls. These modern schools taught religious as well as basic secular subjects, including arithmetic and language arts. Along with these subjects, crafts were often taught, with the aim of providing vocational opportunities. 17 Among the well-known institutions established in the mid-nineteenth century were the Lemel School for boys and the Evelinna de Rothschild School for girls, which also provided welfare services, including meals for poor students. 18 In 1870, Alliance founded the agricultural school of Mikveh Yisrael in addition to other schools in Jerusalem, Haifa, Safed, and Tiberias. 19 At the beginning of the twentieth century, the Ezra network, supported by German Jewish organizations, joined this philanthropic effort. 20 Robert Payton and Michael Moody define these educational activities as dedicated philanthropy, that is, support given by an individual or an organization for a specific, defined purpose. Aside from this philanthropic model, Payton and Moody suggest another type of support, community philanthropy, which includes a broader framework of funding for community needs and encompasses five roles: (1) Service role: providing services and meeting needs (especially when there is no other body that can provide these services); (2) Advocacy role: advocating for reform (promoting and encouraging reform or a specific interest); (3) Cultural role: building community, promoting and increasing civic engagement (creating tools for expressing values and tradition); (4) Vanguard role (the civic role of creating community); (5) Social innovation (innovation or initiating endeavors). 21 This model of community philanthropy with its five roles was evident in the Jewish colonies of Ottoman Palestine. Education was part of the area of public service, which included responsibility for religious, medical, and sanitation services. This comprehensive approach had an architectural aspect as well, since the new institutions were built adjacent to one another. 22 Based on the research of Jonathan Dekel-Chen, who compared the various Jewish colonies, it is possible to conclude that this model also existed in the JCA colonies of Argentina. 23 Although during the 1890s, Baron Hirsch founded schools in the various Jewish colonies under the umbrella of JCA, Baron Rothschild funded the educational institutions of the First Aliyah moshavot in Palestine, which he supported.
In the years before the Rothschild administration established modern schools, it helped fund the institutions established by the settlers themselves to provide their children with a basic Jewish education, that is, in the manner of the Eastern European heder. Rachel Elboim-Dror explained that the reason for establishing the hadarim during the early days of the moshavot was due not only to the farmers' piety but also to the absence of an educational alternative. The farmers sent their children to the institution that had the familiar and accessible educational model of the traditional heder, with melamdim (teachers) who came from the ultra-Orthodox quarters of Jerusalem. 24 Rothschild's administration helped fund the hadarim so that the children would have some sort of education; the farmers, on the other hand, thought that the basic Jewish education provided by the heder was sufficient.
The administration, which believed in its civilizing mission, encouraged the study of general (secular) subjects. The first practical manifestation of this approach was sending a teacher to the moshavah of Rishon LeZion to teach French, arithmetic, geography, and history, with the language of instruction being Yiddish. 25 These subjects, referred to today as the core curriculum, were the cornerstones of curriculum in European elementary school that functioned under the compulsory education system. In other moshavot, such as Zichron Yaakov or Rosh Pina, languages were taught along with Jewish studies and the Bible.
An important milestone in the development of modern, philanthropic education in Palestine was the founding of the school in Rishon LeZion in 1886-87. It was housed in a new building. Initially intended for girls only, classes for boys were added later on. It was the first school in any of the moshavot that functioned according to a modern curriculum, which included, aside from Jewish studies, the core curriculum common in Europe, science (arithmetic and nature), culture (writing, literature, grammar, history, and geography), languages (adapted to local language requirements: Hebrew, Arabic, and French). The girls, in addition, learned to sew.
Aside from being the first modern educational institution established in the moshavot, the Rishon LeZion school can also claim the distinction of being the first school where Hebrew was the language of instruction. Baron Rothschild's administration selected Mordechai Lubman (1857-95) to be the teacher and principal of the school. Lubman was well known among the Jewish settlements for his work as a surveyor under Rothschild's administration, and for the articles he published in the press that described the places he visited for the purpose of his work. 26 This change in the content of the curriculum aroused opposition among traditional orthodox circles in Rishon LeZion and other moshavot. In Petach Tikva, for example, Hebrew (in Ashkenazic pronunciation) and history, as well as science and languages, were added to curriculum in 1891. 27 This turned the school, supported by Baron Rothschild, into a battleground in the struggle between conservative circles that wanted to mold students into pious Jews-who observed all the commandments and worked the land-and those who sought to produce graduates trained in the spirit of modern education, such as that provided by the Alliance. The traditionalists, who opposed the school, opened hadarim and Talmud-Torah schools, and attempted to convince parents to enroll their children in these institutions. Rothschild's administration argued against this move, claiming that heder studies were what today would be called extracurricular activities (informal education), and should, therefore, be conducted outside normal school hours. In practice, the number of students in the modern school decreased in the 1890s. At the end of the 1880s, and throughout the 1890s, Baron Rothschild's administration and the JCA opened modern schools in the moshavot and equipped them with teaching aids, including physical education equipment. 28 Another step in the introduction of modern education was the establishment of a kindergarten, a new educational institution developed by the school of humanistic education. The first kindergarten in the moshavot of the First Aliyah was set up in Zichron Yaakov in 1892. The conceptual basis for such institutions was the recognition of the importance of early childhood in a person's life, a period described as a time for games and verbal interchange. 29 The Zichron Yaakov kindergarten, and those established subsequent to it, were based on the approach espoused by the founder of this institution, where activities are child centered. Conservative educators throughout the nineteenth century considered this a revolutionary concept. Nonetheless, the growing strength and proliferation of the kindergarten can be seen in the establishment of a seminary for kindergarten teachers, Pestalozzi Froebel House, in the 1870s; within a decade of its founding, it became an institution that attracted young women seeking to become kindergarten teachers. The first kindergarten in Ottoman Palestine was set up as a class within the Evelinna de Rothschild School for Girls. The founding of the kindergarten in the moshavot in the 1890s shows that Baron Rothschild's administration adopted the new norm of humanistic education with regard to the critical importance of education, starting from early childhood. Their commitment to the kindergarten can be seen in their support for the training of young women as kindergarten teachers, first in Jerusalem and afterwards in existing kindergartens. Some of these young women received full funding for their studies in Europe. In other words, Rothschild's administration invested a great deal of effort and resources in training the first generation of kindergarten teachers in Ottoman Palestine.
In 1900, the schools came under the auspices of the JCA, as part of the transfer of the general responsibility for the moshavot from Baron Rothschild to this organization. 30 Shortly thereafter, the JCA initiated the establishment of seven more moshavot in the Lower Galilee, where it opened schools and in some cases kindergartens as well. 31 The teachers in these schools were hired by the JCA administration and their salaries came from its coffers. The farmers and moshavah committees did not pay for education.
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In 1903, a new player entered the field of education in Ottoman Palestine, and the moshavot in particular-the Teachers' Union, which gradually assumed the authority of a ministry of education. 33 The Teachers' Union organized teachers under one umbrella; formulated the goals of education; created curriculum; defined uniform concepts in the various fields of science; and recommended suitable textbooks.
The JCA recognized the authority of the Teachers' Union to establish standards for new teachers, and starting in 1910, hired teachers who met the conditions of the ''program of examinations for teachers in Eretz Israel.'' 34 The relationship between the JCA and the Teachers' Union was consistent with the aspirations of some of the leading voices among the moshavot teachers who sought to garner support and create a dialogue about the goals of education and a framework for curriculum building.
ESTABLISHING MODERN SCHOOLS
Another advance in the process of establishing modern schools in the moshavot was the creation of an administrative system run by regional inspectors. The first step was the appointment of Lubman as the inspector for the moshavot of the Yehuda region, where two schools in Rishon LeZion and one in Ekron were under his supervision. In the Upper Galilee, Yitzhak Epstein (1863-1943), the principal of the school in Rosh Pina, was appointed as regional school inspector. When Epstein went to Switzerland to study for a doctorate, he was replaced in both roles by Simha Wilkomitz (1871 Wilkomitz ( -1918 . Later on, in the JCA era, Aharon Karon (1881 Karon ( -1954 was appointed principal of the school in Yavniel and inspector of schools in the Galilee. 35 It must be kept in mind that these inspectors had responsibility over a limited number of people; in fact, the staff in some of the schools numbered only a handful of teachers. Nonetheless, this can be seen as the formation of a hierarchical pedagogical system headed by inspectors, with the school principals, who supervised the teachers, subordinate to them. This system was similar to the one that existed in the JCA colonies of Argentina at the end of the 1890s. 36 The archetype of the structured and hierarchical philanthropic educational system was Alliance, which operated as a sort of intercontinental ministry of education in the Mediterranean Basin. 37 One of the most important features of this educational network was that it selected its future teachers from the cadre of its brightest students. An attempt to duplicate this process can be seen in Rothschild's moshavot. Selected female students were sent to Europe to train as kindergarten or elementary school teachers, often in the Alliance seminary. Exceptional male students were sent to study agronomy in Paris. 38 Although Alliance created a teacher training framework that suited its values and the type of graduates it expected its schools to produce, neither Rothschild's nor the JCA's administration built a similar training program. Thus, Alliance had a system that ensured the replication of its values and their dissemination among the next generation of teachers and students. In contrast, the education systems run by Baron Rothschild and the JCA had to use the teacher training services of other modern philanthropic institutions and hire teachers for their schools who had acquired an education and values that were often not entirely compatible with their own values. For instance, teachers working in JCA schools were graduates of Ezra's or Alliance's seminary, or other institutions in Central and Eastern Europe.
Nevertheless, the guiding principles of modern education, including those of (European) philanthropy, shared the common denominator of being grounded in humanistic education. The concept of humanistic education is a general term that refers to educational theories and methods developed in the Western world, which strive for personal realization and freedom. The main approach that characterized the schools operating under the auspices of Baron Rothschild, and the JCA in its early years, was the classic humanistic outlook. Described in detail by the educator and philosopher Matthew Arnold, it views culture as a means of moving away from spiritual and material anarchy, and barbarism. Education serves as an instrument for transmitting culture, expanding an individual's humanity by imparting knowledge, fostering sensitivity for others, and shaping patterns of interpersonal behavior and social responsibility. 39 The classic humanist viewpoint seeks to mold productive citizens capable of making their own living, who follow the rules of ''scientific'' hygiene and religious ethics, take part in community activities, and espouse Western culture. 40 This outlook characterized the other modern philanthropic schools in Ottoman Palestine as well. That is, it was evident in the curriculum of both the Alliance schools and those of the Ezra network. The curriculum followed in both of these philanthropic systems was determined by the network's pedagogical administration and the headmasters of the institutions, and their teachers were expected to adhere to it. One indication of this approach was the language of instruction in the network's schools, French or German. Alliance and Ezra were dedicated philanthropic networks; they did not, therefore, see themselves as being in the category of community philanthropy. The schools in the moshavot, on the other hand, were community philanthropic institutions that were affected by geographical location and the specific needs of the community.
Modern education manifested itself slowly and gradually in the schools run by Baron Rothschild and the JCA. The administration built aesthetic school buildings, encouraged and funded the planting of trees and gardens, purchased sports and laboratory equipment, and aided in the establishment of libraries. The modern educational approach went hand in hand with the idea of Jewish solidarity espoused by the nineteenth-century Jewish emancipation. The leaders of this movement considered the principles of modern society as a framework that would enable the Jews to embrace several different identities, one of them Jewish and the other, as part of the country in which they lived. The founders of Alliance, like Rothschild's and the JCA's administrators, rejected the notion of analyzing the Jewish problem through the prism of suffering (antisemitism and inequality) and the problems confronting Judaism (assimilation in the Western countries). They believed that the Jews in need of help were those who lived in lands where they did not have equality or those who suffered from severe economic hardships. Hence, they did not favor Palestine (Eretz Israel) as a solution over other destinations for immigration. This attitude can be illustrated by the encouragement given to the graduates of Mikveh Yisrael to work in the Jewish colonies in Argentina. 41 The founders of the philanthropic education networks saw educational philanthropy as a practical expression of Jewish solidarity; for example, the three founders of Alliance initiated evening classes for young students in Paris. It was only later on that they began to work with Jewish communities, which had not been touched by the emancipation. 42 Aside from the motivation of Jewish solidarity, Alliance and Ezra worked towards spreading the culture of their native countries, a manifestation of cultural colonialism. Jewish solidarity was also a guiding principle of the Rothschild and JCA administrations; however, because their activities were characterized by community philanthropy, the process of building and generating local national (Zionist) Hebrew culture was able to take place.
Among those who played a role in shaping this culture were the teachers referred to by scholars as ''Hebrew teachers.'' 43 They embraced the position adopted by Eliezer Ben Yehuda and Ahad Ha'Am, which argued that the revival of the Hebrew language was necessary for realizing the vision of national revival. This viewpoint, which sees a national language as a prerequisite for establishing national awareness, was accepted by most of the national movements in the nineteenth century. Benedict Anderson calls this the period of the ''philological-flexographic revolution.'' He illustrates this claim with the case of the Finnish language, which was ''revived'' by means of a rich literary corpus supported by academic works-dictionary and grammar books. These works were written and disseminated by people who were connected to the language professionally, writers, clergy, and teachers. 44 Baron Rothschild himself felt that it was also important to study Hebrew, as can be seen in his appeal to the wives of Zichron Yaakov's farmers: ''Send your sons and daughters to school every day to study Hebrew so they will be knowledgeable in the Torah.'' 45 The Hebrew teachers found themselves in a situation in which they were not simply teaching subject matter with which they were familiar. They had to simultaneously learn and teach the words and concepts they were conveying to their students, words such as dictionary, chalk, ruler, examination, and others that appeared in the press and textbooks of the first decade of the twentieth century. 46 The Hebrew teachers spread the language and at the same time shared in its creation, making them active and major participants in shaping the new national culture. This culture created an imaginary community of children studying in everyday Hebrew. 47 The words of the teacher Haim Zuta illustrate this point: ''The natural method (teaching Hebrew in Hebrew) has the potential to bring the nation back to original Hebrew thinking because the method of oral translation is also the translating thought . . . . Since only by imparting our language to our children by means of original thought, will the one language, our Hebrew language, be the national language, and not the language of the galut (Diaspora).'' 48 Among their other functions, the schools in the moshavot served as language laboratories; teachers tested new words and imparted them to their students, who in turn, conveyed them to their parents. In 1898, a Hebrew kindergarten opened in Rishon LeZion whose purpose was ''to educate the little ones according to the Froebel method, Hebrew in Hebrew.'' 49 It was established despite the difficulty of finding a kindergarten teacher ''who had completed the course of studies in the Froebel teacher training school, and was fluent in our language, who can play with the children in the language of our forefathers.'' 50 The Hebrew kindergarten competed with its non-Hebrew counterparts that were conducted in French, English, or German, and used textbooks and new, modern, teaching aids that were sent from the countries of the educational philanthropists. 51 The teachers who took part in creating a local Hebrew culture had to deal with the lack of textbooks in Hebrew. To ameliorate the situation, it was decided to translate Russian and German textbooks into Hebrew, which was how schoolbooks in science, math, history, and other subjects made their way into the Hebrew classroom. The need to create a rich cultural world for the new Hebrew generation forced teachers to become involved in translating and distributing Hebrew literature. They asked Hebrew writers to send them copies of their books and translated classics into Hebrew. 52 In 1904, a year after the Teachers' Union was founded, it established a publishing company, Kohelet, for the purpose of expanding the inventory of Hebrew texts, while focusing on science books, reading books for children, as well as textbooks. Aside from original writing and translation, some of these teachers were active in the public arena, writing in the contemporary press (Haor, Hashkafa) and participating in political activities. 53 At a time when there was a good deal of agreement among various groups in the new Yishuv (Jewish settlement in Palestine) concerning the principle of reviving the Hebrew language, there were differences of opinion about the issue of pronunciation, and the need to choose between the Sephardic and Ashkenazic pronunciations. The decision to favor the Sephardic pronunciation was made largely by the teachers. The considerations that favored this pronunciation can be seen in the words of Yellin: ''Because it is the accent of our numerous Sephardi brothers in Eretz Israel, and because the Ashkenazim . . . already accepted this accent. The best means of spreading the use of this accent was naturally, the school, . . . and only it will enable the next generation to speak Hebrew in our land . . .'' 54 Thus, the adoption of the Sephardic pronunciation in the moshavot schools had a clear ideological message. The implementation of this decision is illustrated by the action taken in the moshavah of Petach Tikva, where in 1902, a decision was made to use the Sephardic pronunciation to teach Hebrew in the girls' class. 55 
TEACHERS, ZIONIST EDUCATION, AND THE PHILANTHROPIC ESTABLISHMENT
The development of the philanthropic schools in the moshavot was affected by two major factors. One was the teachers and the principals, and their relationships with the administrators and the farmers. The second factor was the people who headed the administration and the personalities of those subordinate to them; the goals they set for themselves; and the way they perceived their role as Baron Rothschild's representatives. When the teachers and principals had a good relationship with the Rothschild's administration, and later on with the JCA, it facilitated the financial aspects of the school's development and the degree of autonomy given to the teaching staff. If the teachers became involved in the lives of the farmers, it motivated the parents to prefer the modern schools over the hadarim that operated in most of the moshavot. Yet, even though the farmers respected the school principals, they scrutinized their conduct, both personal and pedagogical. When they felt that a headmaster's behavior did not conform to their world, they put pressure on the administration to have him fired, and often succeeded, if only because of the administrator's desire to avert conflict.
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The impact a principal could have on the development of a school can be seen in the example of Mordechai Lubman. He was both well educated and a person who knew how to get things done. He was able to create a dialogue with Rothschild's administrators and with the farmers in the moshavah. The officials were favorably disposed toward him because of the impression he had made as a land surveyor; they had taken his health problems into consideration, and appointed him as teacher and principal in Rishon LeZion. They also helped him deal with the local heder, which had been established prior to the school. 57 In addition to his pedagogical activities, and to reinforce his endeavors in this area, Lubman also became involved in the public affairs of the moshavah. He was appointed secretary of the settlement's first committee and assigned to write the minutes about the colony's affairs. Thanks to his good relations with Baron Rothschild's administrators and with the farmers, Lubman was given the position of inspector. He utilized this assignment to promote the use of Hebrew, which sometimes caused friction between him and Rothschild's administration-which did not believe in the revival of the Hebrew language-as well as with some of the moshavah's residents. Lubman attempted to spread the idea of Hebrew as the language of instruction and endeavored to create connections among the teachers in the moshavot. Through these efforts, an initial basis was laid for producing a joint operating plan and mutual support in the production of teaching materials. The results of the teachers' work in this regard are described by the Paris-based Jewish orientalist, Halevy, in a letter he sent to the newspaper HaTzvi after visiting the schools in 1885: ''Today I found out that the work of the teachers and their efforts to revive our holy language have been more fruitful than I could have hoped. I was pleased all the more so when I saw that the schools in the moshavot of Yehuda have succeeded in reviving the Hebrew language among most of the boys and girls.'' 58 Like Lubman, Wilkomitz also galvanized the teachers under his jurisdiction during both the Rothschild and the JCA administrations. He put together and disseminated a systematic curriculum and pedagogical instructions, and put out professional literature in Hebrew. Wilkomitz undertook to organize gatherings of teachers for mutual enrichment, and the development of a community of learners-teachers enriching one another in their areas of expertise. 59 The connections created among the teachers made them better able to stand up to the educational alternatives and helped them develop the Zionist educational model and present a unified front against first Rothschild's administration and then the JCA's officials.
The modern, Jewish-national education proposed by Lubman, Epstein, and Wilkomitz, and the other Hebrew teachers from the moshavot who succeeded them, had competition. 60 The farmers had two other educational alternatives. One was the traditional education supported by some of the rabbis in the Old Yishuv, and the other was modern education in French, which was encouraged by Baron Rothschild's administrators. The study of a foreign language appealed to the parents, who thought that fluency in ''the languages of the world''-French being favored-would open up occupational opportunities for their children. The advantages seen in a modern French education are evident in the book written by David Yudelevitch, a teacher in Rishon LeZion, where he mentions the kindergarten teacher, Esther Shapiro:
Esther Shapiro excelled in French and before I could say one word, the representative had already declared that Esther would be taken to Paris . . . and all the girls are jealous of her . . . Kaufman, Weklser, Buckshester, Brelovsky, Gissin have already returned from Paris, and now Esther, overjoyed, will go and return a Parisian. And we, the teachers, are also thinking about Esther: We could have a wonderful kindergarten teacher in Esther. For heaven's sake, I argued with the representative Eliyahu, Esther is our best student. Let her study here in our land and you can add a section for five-seven-yearold children to our school . . . Scheid (the representative) allotted a generous amount for Esther to study in Jerusalem . . . and Esther returned from Jerusalem invested with the title of 'kindergarten teacher.' 61 Indeed, in Zichron Yaakov ''chatting in French has become the symbol of enlightenment and nobility in the eyes of the settlers, and living in Paris, the ambition of the youth.'' 62 One of the ways of developing the modern Hebrew alternative was to strengthen the ties between the Zionist-oriented Hebrew teachers and persuade others to adopt this educational philosophy. Under the initiative of David Yehuda Grazovski (1862-1950) , six teachers got together in 1892. 63 They decided to meet on a permanent basis with the aim of creating a forum where teachers could bring up and solve organizational and didactic problems they encountered. The organization they founded-the first teachers association in Palestinewas called the Teachers' Assembly (aseifat hamorim). 64 During the five years of its existence, twelve meetings were held at which detailed minutes were taken. These documents indicate that, among other things, the meetings served as an opportunity for collegial interchange about professional and ideological difficulties. The minutes of the second meeting, for example, describe, in heroic terms, the teachers' conflict with the educational alternatives: ''The handful of (Hebrew) teachers have been forced into a perpetual battle against the two entrenched forces that are attempting to prevent them from pursuing their sacred task: members of the religious community, on the one hand, and the 'enlightened' sector, the sanctimonious followers of the administrators, on the other.'' 65 At the meetings, the members tried to develop a ''uniform study plan,'' that is, ways to convince parents to support Hebrew-Zionist education; formulate a modern curriculum; determine which Hebrew pronunciation would be used in the school; decide whether girls and boys would study the same subjects; and determine who was suitable to become a teacher. The Teachers' Assembly disbanded in 1896 and attempts to revive it failed. Connections among Hebrew-Zionist teachers were renewed with the founding of the Teachers' Union in 1903.
The Teachers' Union was established as part of Menahem Ussishkin's attempt, as head of the Odessa Committee, to create an overall body of all the Jews living in Eretz Israel and at the same time to organize education in Ottoman Palestine. The founding assembly in Zichron Yaakov brought together forty-seven teachers-eleven of them women, including kindergarten teachers. The invitation they received defined the purpose of the gathering: ''to teach and raise a strong and vigorous generation, healthy in body and spirit, that will know and love their nation, their land, and its language.'' David Yellin was chosen to be president of the Teachers' Union. The conference's two main lectures were given by teachers from the Galilee moshavot. Epstein talked about early childhood education and stressed physical education and vocational training. In his address, Wilkomitz focused on education in rural settings. Under the leadership of David Yellin, the Teachers' Union acquired a position of influence vis-à-vis the JCA's institutions and those of the other philanthropic organizations involved in education.
BETWEEN TEACHER AND ADMINISTRATOR
As noted, the personalities of the chief administrators and their subordinates, their goals and objectives, and the way they perceived their roles as Baron Rothschild's representatives affected their relationship with the farmers and the teachers. Because culture, religion, and education were part of the head administrators' responsibilities, they left their mark in these areas. An example of the way a senior administrator could have an impact on the schools can be seen in the criteria Eliyahu Scheid set for choosing headmasters in the moshavot. As Baron Rothschild's senior representative, he dealt with every aspect of the colonies' administration. He had the power to appoint and dismiss, to make decisions about purchasing land and seed, to allocate or revoke financial support, in reality, almost every decision that affected the lives of the farmers in the moshavot. 66 Scheid utilized his involvement in the areas of culture and education to incorporate young women, who had been educated in France with his help, as French teachers in the schools; sometimes he appointed them as headmistresses. More than once, such an appointment entailed the dismissal of the previous principal. 67 In Zichron Yaakov, for example, the educator and historian Zeev Yavetz was forced to resign, after being appointed principal and rabbi of the moshavah in 1889. Scheid and his officials objected to Yavetz's independent approach, and their relations were not amicable. Consequently, the administration replaced him with a young woman, who had returned from studying French culture in Paris. 68 The local administrators who lived in Palestine on a permanent basis had an enormous impact on education and culture. Those selected early on by Rothschild to oversee the first three moshavot had served as teachers at Mikveh Yisrael, and considered education, particularly vocational and agricultural education, an important part of their responsibilities. Some of Baron Rothschild's local administrators, those subordinate to the senior administrator, focused on the economic matters they had to deal with and paid less attention to issues of education and culture. Others adopted the managerial method of keeping a watchful eye on every aspect of moshavah life. This was the case with Adolf Bloch, for example, who was appointed as Baron Rothschild's representative in Rishon LeZion in 1888. Bloch managed the moshavah and its institutions with vigor and authority for seven years (until he was replaced by Yoseph Chazan (1894-99). He appointed the synagogue beadle, the cantor, the ritual slaughterer, the melamed, the teachers, the mikvah attendant, and the vineyard guards. In addition, Bloch initiated the process of making the moshavah residents Ottoman subjects and forced the farmers to give up their rights. During his tenure, he restricted cultural activities in the moshavah such as reading library books, and holding lectures, as well as school celebrations and cultural activities. When the Hebrew teachers wanted to conduct cultural activities, they did so in secret, as Yudelevitch describes: ''They gathered in the cemetery, under a sycamore tree, far from the 'all-seeing eyes of Argus' (Bloch), the administrator who observed all the goings-on of the rebellious and bitter youth.'' 69 During Chazan's term as administrator, the first Hebrew kindergarten was established in Rishon LeZion under the direction of Esther Shapiro. 70 Chazan was also concerned with the public affairs of the moshavah and arranged a donation from Baron Rothschild for the community's library.
During the JCA era as well, the development of the schools was affected by the personalities and performance of the educational staff, as well as by the character of the administrators and their goals. In most cases, they took upon themselves-at the expense of the school principals and sometimes against their wishes-the supervision and responsibility for the financial-organizational running of the school. A report written by Aharon Karon describes how the principals had to request authorization for any action they took that had a financial aspect to it, starting with the number of teaching hours and up to the school's yearly calendar, not to mention the purchase of equipment. Parents did not have to pay for their children's schooling and the principals were forbidden to collect money. Sometimes, the JCA participated in the purchasing of the student's textbooks and other school supplies. 71 This was part of the attitude, which saw the school as a tool that would encourage the farmers' children to work the land efficiently, so they could live by the fruits of their labor.
In the pedagogical realm, as Asher Erlich, the principal of the school in Mesha, recounts: ''We were free to do as we pleased in the school.'' 72 Erlich did not mention that this pedagogical freedom was contingent upon loyalty and obedience to the JCA's policies; pedagogical excellence and success were secondary, as his own personal story attests. Erlich was dismissed from his job as the result of his taking a stand against the JCA decision to employ a French teacher (who the previous headmaster, Yoseph Vitkin, had objected to as well); she was frequently absent as she had to accompany the administration's visitors on their tours of the Galilee. Another reason for the conflict between Erlich and the JCA administration was his open support for the farmers' demand to appoint a new doctor to replace the physician currently practicing in the moshavah, in opposition to the JCA stand. 73 Here, it is important to note that Ahronson's research shows that health services were a vital part of the community system set up by Baron Rothschild's administration, and that the JCA expanded these services to encompass the schools and pupils as well. In some of the moshavot, the clinics were run by doctors who were local residents, while in others medical services were provided by medics, nurses, and a doctor who came once or twice a week.
THE HYGIENE PROJECT AS AN ASPECT OF THE CIVILIZING MISSION
Erlich's involvement in the issue of the settlement's doctor is not surprising in view of actions taken by other teachers with respect to pupils' health. It is also consistent with the statement made by David Haion, the principle of the Petach Tikva school, quoted at the beginning of this article, who expressed concern for the health of his students and his commitment to improving their physical circumstances. 74 Similar words were uttered by teachers throughout Europe starting in the middle of the nineteenth century with the establishment of the movement for hygiene in the educational systems of Central and Western Europe, and the United States, as the literature on the history of education indicates. This movement was part of the growing awareness about the importance of sanitation and hygiene in preventing the spread of contagious diseases, which came on the heels of medical research developments in the mid-nineteenth century. According to Elias, up until that time, habits of good hygiene were only a commonly accepted social code among the bourgeoisie and the aristocracy. Recognition of the medical significance of sanitation and the maintenance of hygienic conditions led to the attempt to spread this knowledge among the weaker segments of Western society. 75 The school, which had become a public institution as a result of the compulsory education law, now encompassed children from the poorer segments of society, who lived in conditions of poor sanitation and crowding, and whose families were not aware of the importance of hygiene. It must be kept in mind as well that most of these children did not receive medical attention because of its high cost. Thus, among its functions, the school provided, albeit limited, solutions for pupils' medical needs and educated them in matters of personal hygiene. Educational institutions dealt with various areas of their students' health, including: (1) creating a clean environment suitable for children; (2) providing basic medical care; (3) imparting personal hygiene education, which was carried out by instituting daily teacher inspections. 76 The study by Martinez and Pedro shows that the goal of creating suitable conditions for children included, in addition to a clean environment, attention to the buildings and to the schoolyard, as well as chairs, desks, and equipment. The schools were required to be well ventilated; the desks were supposed to be at suitable height for the pupils' age, and so on. 77 The attempt to adopt these norms in the moshavot schools is clearly evident in an article by the well-known physician, Dr. Hillel Yaffe, which appeared in the Teachers' Union publication, Hahinuch. Yaffe, who was first hired by the Baron Rothschild administration and then by the JCA, stood out in the pantheon of prestate Israel's public figures and was among those who set up medical services in the moshavot. Due to his research on malaria, he had gained a reputation as a physician and a scientific authority. 78 Many settlers, among them students and teachers, had succumbed to this dreaded disease, and Lubman, who died of malaria, was not the only one. 79 The teacher Zeev Carmi recounts in his memoirs that his wife suffered from recurrent attacks of malaria, the same illness that almost killed his infant daughter. 80 Yoffe's article established standards for school buildings that would meet the health needs of students: the walls had to be plastered; proper flooring, toilets, and sinks had to be installed; the windows had to face a certain direction; and more. The focus of the article was hygiene, although the discussion concentrated on an issue that seemed trivial at first glance: seating arrangements in the classroom. Yaffe explained that it was desirable to have only two students per desk, in order to prevent the transmission of diseases from one child to another. He also urged teachers to put a stop to spitting because of the danger it posed to hygiene. The topic of the article was the concern about the lack of proper hygiene: ''It is not enough to maintain a level of cleanliness that merely meets the average standards of hygiene in Europe; we need to double our standards because absolute hygiene is much more necessary in our hot, moist land, where standards of sanitation are entirely lacking.'' 81 In the eyes of those arriving from Europe, Palestine seemed to be a land devoid of basic conditions of hygiene that typified Western countries, a situation that leads to the spread of dangerous diseases. Some of the moshavot supported first by Baron Rothschild and then by the JCA, provided medical services, as mentioned, which included pharmacies and clinics with quarantine areas for patients with contagious diseases. Already in the early years of Rothschild's administration, steps were taken-as part of the moshavah's general maintenance-to ensure proper public sanitation.
One of the infectious diseases that was widespread in Palestine was trachoma, which in severe cases led to blindness and a concomitant increase in the number of blind people. In 1914, Hahinuch published a survey conducted by the Medical Association of Palestine about the spread of this disease among students. 82 This survey indicates that in some of the moshavot schools, students were given eye examinations before they could be enrolled. Such examinations were carried out by a doctor or a medic. The treatment was local; sometimes, the affected children sat on separate benches, while occasionally they were put in quarantine or forbidden to come to school until they were completely cured. The data shows that trachoma was quite prevalent, especially in the schools of the new moshavot. The survey also underscores the close relationship that existed between the teaching staff and the medical teams in the moshavot, and the role of the school as an institution that dealt, at least to some extent, with medical problems.
Instruction in personal hygiene was a major part of school life, as the statements of teachers and principals illustrate. Wilkomitz, the principal of Rosh Pina's school, reported to the Teachers' Union that, ''the school has instituted uniform attire and is getting the boys and girls used to being clean and neat, and to always behave in a polite and respectful manner.'' 83 This description can be seen as the beginning of a process: the medicalization of education, in other words, the use of hygiene as part of a broader system of education based on the adoption of a modern cultural code. 84 While answering real health needs, it constituted, at the same time, a basis for inculcating norms of proper manners, neatness, aesthetics, and more refined culture. Instruction in cleanliness and hygiene was more than an initiative of one teacher or another. It was part and parcel of the declared policy of the Teachers' Union, as indicated by the title of one of the lectures offered to teachers at the in-service training session, which took place during the summer vacation of 1911: ''The Teacher's Role in the School's Fight against the Contagious Diseases of Eretz Israel.'' 85 SUMMARY Different concepts about the direction of Jewish society and culture in Eretz Israel converged around the issue of education in the moshavot of Ottoman Palestine. Parents in the moshavot had three educational alternatives to consider and choose from: the religious-traditional, modern French-language, and modern-Zionist options. The religious alternative was a continuation of the heder or Talmud-Torah. The other two options were an expression of the desire to create a modern Jew. The one aspired to mold a modern, observant Jew with a Western cultural orientation. The other sought to forge a modern, Jewish, Eretz-Yisraeli society conducted in Hebrew. The community philanthropy provided by Baron Rothschild and the JCA allowed the modern alternatives to set up schools that operated alongside other community institutions. The schools in Ottoman Palestine, like those in some of the countries of nineteenth-century Europe, were major, vitally important institutions in their communities. They gave the younger generation a basis for their professional futures and dealt with public-social-cultural issues that no other public system handled. A notable example of this was the problem of hygiene. The moshavah school, like its European counterparts, predated the development of social work. 86 It served as a substitute for hospitals, which were not easily reached, and took care of the entire juvenile population, including and mainly those without means. This process, set in motion by the advent of compulsory education laws, gradually spread throughout Europe and America, and transformed the school into a major, accessible institution. The modern-French language schools and the modern Zionist schools were easily incorporated into the communal philanthropic model. Community life in the moshavot, as in European farming communities, made the school's educational efforts-beyond those of teaching and expanding knowledge-easier.
The schools in the moshavot of Ottoman Palestine that were funded by Baron Rothschild and the JCA were similar to those in the Jewish colonies of Argentina that were funded by Baron Hirsch and the JCA. The emphasis on humanist values along with the expansion of general knowledge, encouraging students toward gainful employment, and maintaining children's health, existed both in Argentina and in Palestine. In Ottoman Palestine, however, another ideology developed alongside these values, which was spread by groups of teachers: Zionist ideology that steered education in a new direction-the building of the nation. The desire to take part in the process of nation building added unique dimensions to the schools in Ottoman Palestine, the most outstanding one being the revival of the Hebrew language. Among other reasons, the teachers succeeded in these endeavors because of the full funding given to the schools by Baron Rothschild and the JCA. One of the conditions for receiving support was the ability of the school principals to create a dialogue with the senior and local administrators of the philanthropic organizations. This dialogue was facilitated by the overlapping of the teachers' and philanthropists' ideas in several areas, among them the acceptance of: nineteenth-century modernity; the need for children to read and write in their mother tongue and to have a basic Jewish identity; and the view of the role of the school as being concerned with the child's welfare, such as their personal hygiene.
From the historical perspective it may be argued that Zionist education triumphed over the ethnic solidarity of Jewish philanthropy. This success may be attributed, inter alia, to the Hebrew teachers' ability to organize themselves and create an educational establishment that included uniform curriculum, teaching aids, and pedagogical standards. These teachers were able to take advantage of the educational philanthropy and emphasize the ideology they had in common with it while guiding the schools to develop a Hebrew culture and a modern, Jewish, Eretz-Yisraeli society.
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